The paper focuses on work undertaken in Cambodia to develop a monitoring framework that integrates Multi-lingual Education (MLE) with Child Friendly School (CFS) indicators. I begin by comparing CFS dimensions and indicators in Cambodia with those of the Philippines, and Nepal, and aligning MLE principles, arguments and foci with the CFS framework. I argue that an evidence-referenced system, such as the use of a rubric, is a model for giving meaning to achievement by linking it to evidence of growth or progress and measurement along a developmental continuum. Rather than just monitoring against a summative checklist, an evidence-based system describes the evidence so that progress can be benchmarked, and programs can be improved. Based on analysis of this research, I suggest an approach that could be used to reflect MLE indicators within the CFS framework, using an evidence-based rubric to monitor progress along a developmental continuum.
Introduction
The Child Friendly School (CFS) concept was first used in a systematic way in the mid-1990s with the influence of UNICEF. Introduced in 1999 by UNICEF as a response to the global need for improvements in quality schooling, the CFS framework is driven by a child-rights philosophy that views the role of schools as promoting the development of the whole child (Godfrey et al., 2011) . The CFS is based on the principles of children's rights as expressed in the Convention on the Rights of the Child, 1990 and other international human rights instruments and international declarations, including the Declaration of Education for All, 1990 (UNICEF, 2009 . At the core of the CFS concept is the three key inter-related principles of child-centeredness, democratic participation and inclusiveness (UNICEF, 2009) .
Cambodia was one of the earliest countries in South East Asia to introduce and then adapt the original CFS framework, first as a small pilot project in 2001 and then as a national policy in 2007 (UNICEF, 2016) . In order to monitor and evaluate school and classroom performance a school performance checklist was designed, developed and implemented (Chabbott, 2004) . Currently the checklist is organised around five dimensions, although some countries have added a sixth, with each dimension having several indicators.
Parallel to the development of CFS in Cambodia has been the work of CARE, which in 2003 established bilingual schools in six remote Indigenous communities in Ratanakiri (Noorlander & Ven, 2008) . Working in partnership with the government Ministry of Education, Youth and Sport (MoEYS) and other development partners including UNICEF, CARE developed and implemented a primary school multilingual education (MLE) model based on Indigenous languages that had been used for adult literacy. The aim of MLE was and is to increase ethnic minority children's access to, and the quality of, primary and secondary education. Since 2003, and under the under the government's Multilingual Education National Action Plan (MENAP, 2015 (MENAP, -2018 , MLE has been expanded to four additional north-eastern provinces of Mondul Kiri, Stung Treng, Kratie and Preah Vihear (MoEYS, 2015a) . At the time of writing, a second MENAP (2019) (2020) (2021) (2022) is under development to guide the next implementation phase of MLE.
For some time, CARE and UNICEF have discussed the need to monitor and evaluate MLE schools CFS frameworks to include MLE indicators. These indicators should be qualitative as well as quantitative, so that progress can be demonstrated and so that the program can react to needs. UNICEF (2006, p. 10) states that within the CFS context often 'a combination of both process and outcome indicators is needed, with local school committees continually reassessing the indicators themselves to ensure that higher standards are being sought and that friendliness is a dynamic, not fixed, state of being.' The same is required for MLE contexts. In 2016, I was employed as a consultant by CARE Cambodia to provide advice on how to incorporate MLE assessment in the CFS monitoring framework based on my previous research (Lee, Watt, & Frawley, 2014) , good practices in the region, and relevant research.
Literature: Global Conventions and Declarations, Child Friendly Schools, and Multilingual Education
I take a rights-based approach to the focus of this paper, and so begin with literature on global conventions and declarations that underlie policies and practices in MLE based on learners' home languages. I then review the CFS framework and the rationale for MLE and the use of first language instruction.
Global Conventions and Declarations
Global declarations and conventions affirm the right of Indigenous and ethnic minority children to an education that is provided in their first language. The United Nations Declaration of Human Rights states basic rights and fundamental freedoms to which all human beings are entitled. Article 26 states that everyone has the right to education. The United Nations Convention on the Rights of the Child is a human rights treaty which sets out the civil, political, economic, social, health and cultural rights of children. Article 29 states that children have the right to an education. Further, Article 30 states that:
In those States in which ethnic, religious or linguistic minorities or persons of indigenous origin exist, a child belonging to such a minority or who is indigenous shall not be denied the right, in community with other members of his or her group, to enjoy his or her own culture, to profess and practise his or her own religion, or to use his or her own language (UNHR, 1989) 1. Indigenous peoples have the right to establish and control their educational systems and institutions providing education in their own languages, in a manner appropriate to their cultural methods of teaching and learning. 2. Indigenous individuals, particularly children, have the right to all levels and forms of education of the State without discrimination. 3. States shall, in conjunction with indigenous peoples, take effective measures, in order for indigenous individuals, particularly children, including those living outside their communities, to have access, when possible, to an education in their own culture and provided in their own language (United Nations, 2008) The Dakar Education Declaration 2000 affirmed the principle of Education for All (EFA) as a global commitment to provide quality basic education for all children, youth and adults, ensuring "that all children, particularly girls, children in difficult circumstances and those belonging to ethnic minorities, have access to and complete, free and compulsory primary education of good quality" (EFA, 2007, p. 33) . The EFA 2000 Assessment suggested a wide range of ways in which schools could respond to the needs of their pupils, including the provision of MLE for the children of ethnic minorities. The Declaration recommended that successful education programs require, amongst other things 'a relevant curriculum that can be taught and learned in a local language and builds upon the knowledge and experience of the teachers and learners'.
The United Nations Millennium Declaration was a commitment to a global partnership to reduce extreme poverty and it included a series of targets within a 2015 timeframe. This Declaration became known as the Millennium Development Goals (MDGs). Goal 2 aimed to achieve universal primary education with a target to ensure that all children everywhere completed a full course of primary schooling. The Sustainable Development Goals (SDGs) build upon the MDGs and converge with the post-2015 development agenda. The transformational pathways for SDGs include the process of scaling up good practice, and focusing on multi-stakeholder decision-making processes, rather than top-down approaches. SDG 4 ensures inclusive and quality education for all and promotes lifelong learning.
The vision of the UNESCO Incheon Declaration and Framework for Action 2030 is to transform lives through education. This is reflected in SDG 4. The focus of the Declaration, in part, is on efforts on access, equity and inclusion, quality and learning outcomes, within a lifelong learning approach. An indicative strategy is that by 2030: all young people and adults across the world should have achieved relevant and recognized proficiency levels in functional literacy and numeracy skills that are equivalent to levels achieved at successful completion of basic education. The principles, strategies and actions for this target are underpinned by a contemporary understanding of literacy not as a simple dichotomy of 'literate' versus 'illiterate', but as a continuum of proficiency levels. The required levels, and how people apply reading and writing skills, depend on specific contexts. Particular attention should be paid to the role of learners' first language in becoming literate and in learning. Literacy programs and methodologies should respond to the needs and contexts of learners, including through the provision of context-related bilingual and intercultural literacy programs within the framework of lifelong learning (UNESCO, 2015, p. 20) .
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The Declaration further states that 'in multilingual contexts, where possible and taking into account differing national and subnational realities, capacities and policies, teaching and learning in the first or home language should be encouraged' (UNESCO, 2015, p. 13) .
Child Friendly Schools (CFS). The CFS concept is grounded in these declarations and conventions and is driven by a child-rights philosophy that views the development of the whole child as central to the role of schools (Godfrey et al., 2012) . UNICEF recognises that CFS models are grounded in local realities that limit the ability to design and implement ideal solutions, nevertheless the CFS framework is used by many countries globally and administered and managed by many national governments and NGOs, all of which have adapted the CFS to suit the local contexts (Godfrey et al., 2012) .CFS apply the concept of Child Rights to education practice and management at the classroom and school level. The CFS policy for basic education is the fundamental approach for strengthening the quality of education for all students in primary and lower secondary schools. The basic CFS framework consists of the following five dimensions:
1. Proactively inclusive, seeking out and enabling participation of all children and especially those who are different ethnically, culturally, linguistically, socio-economically, and in terms of ability; 2. Academically effective and relevant to children's needs for life and livelihood knowledge and skills; 4. Healthy and safe for, and protective of, children's emotional, psychological, and physical well-being; 5. Gender-responsive in creating environments and capacities fostering equality; 6. Actively engaged with, and enabling of, student, family, and community participation in all aspects of school policy, management and support to children. (UNICEF, 2006, p. 1) Some countries have simplified the language of the dimensions; others have separated dimension five into two separate dimensions, for example in Sri Lanka: '5. Actively engaged with students, families and communities'; '6. Supported by child friendly systems, policies, practices and regulations' (Sri Lanka, MOE, 2008, p. 2). In Cambodia, dimension six is stated as: 6. 'The National Education System supports and encourages schools to become more child friendly' (MoEYS, 2007) .
The CFS dimensions are viewed as being 'necessary and mutually reinforcing conditions of CFS success', and a CFS school is child-friendly when all of the dimensions are addressed, and 'the ability to be child-friendly on each dimension is enhanced by action on the others' (UNICEF, 2006, p. 1). In Nepal, a further dimension has been added to address minimum and expected indicators for teaching and learning in the Mother Tongue with the indicators covering the areas of needs, materials, teacher training, infrastructure, and other activities (Government of Nepal, 2010) .
Multi-lingual Education Benson (2002) states that the use of first language instruction in school is the most efficient for early literacy upon which to base learning of additional languages and literacies as well as other curricular content. Some of the advantages and benefits of first languagebased education (CARE, 2015; Lee et al., 2014; Benson, 2005; Kosonen, 2005) are that:
• children have access to education in a language they understand and speak well;
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• children develop literacy skills most efficiently in a familiar language leading to higher literacy rates; • children develop cognitive skills and master content material when they are taught in a familiar language providing equal opportunities to learn all subjects taught at school; • the transfer of linguistic and cognitive skills; • children's confidence, self-esteem, and identity are strengthened by the use of their first language, leading to increased motivation, engagement and initiative; • first-language-based education often leads to improved access to schooling, decreased repetition and dropout, and enhanced gender equity; • ethnic minority languages and culture are not lost;
• ethnic minority teachers are trained and receive employment as primary and early childhood development teachers; • ethnic minority parents and communities are able to participate more in their children's education; • teachers are better to assess the real learning achievement instead of one based on low language proficiency; • student learning can be accurately assessed when students can express themselves allowing teachers to diagnose progress, further learning needs, and resources; and, • students become bilingual and bi-literate and are able to understand, speak, read and write in more than one language. Pinnock et al., (2011, p. 24) provide some arguments to convince political and educational leaders to support MLE. These are summarized here as:
• high performance in education and key languages is vital for national development;
• education can only be effective when it is based around how children learn;
• most rural children's only chance of learning a second language well is to have multilingual basic education, embedded in a language they use in daily life; • funds spent on upgrading teachers' performance are wasted if teachers cannot be understood by students; • equity in education is vital for stability and growth; • MLE can be done well if it is built on ongoing education reforms and if it takes a longterm approach; • improvements are likely to be seen in significantly improved primary school attendance and retention; and, • changes will be felt in children's more positive experience of school, and greater confidence in education.
Supporting good quality MLE requires a focus on teachers, curriculum development, learning materials, assessment, support and participation (Lopez, 2012; Pinnock et al., 2011) . For teachers and teacher training this means they should have a good understanding of child development and child-centred teaching methods; are placed in areas where they speak the same language as children; have their local, national and international language skills recorded by teacher training institutions and ministry of education; are encouraged to collaborate with local community members to promote communication and learning for children; and, are provided with timely, relevant and a good standard of pre-service, in-service and on-going training. Curriculum development for language learning needs to be an ongoing process that is negotiated with the community and includes their perspectives and worldviews. Learning and literacy materials are locally produced in the child's first language and are informed by relevant cultural content. Language assessment and testing focuses on communicative skills and understanding and is, for the most part, conducted in the local language using adequate and culturally sensitive and linguistically appropriate measurement. There are clear policies, guidelines, and budgets to support MLE efforts, and responsibility is shared with parents and the community, who are welcomed to be involved in the different stages of educational management. Community participation helps to establish adequate links and bridges between what happens in a school and the child's real world.
Methodology
The purpose of the consultancy on which this paper is based was to provide advice on how to incorporate MLE assessment in the CFS monitoring framework based on my previous research (Lee, Watt, & Frawley, 2014) , good practices in the region, and relevant research. I conducted a desk-based review of all existing documentation to synthesize the relevant data in order to undertake content analysis. Documents included, but were not limited to research and evaluation reports, manuals and policy documents peer-reviewed journal articles, and book chapters. The content analysis used a directed approach and was guided by a structured process that included identifying the data, selecting a coding approach, sorting and analysing, and drawing conclusions. An in-between coding approach began immediately with the predetermined broad codes of CFS indicators, and CFS assessment. The latter was adjusted to CFS indicator assessment approaches.
Findings
CFS indicators
The data analysis showed that CFS dimensions remain constant, although components and indicators may differ across regions that were sampled for this research. As noted earlier, the CFS framework dimensions are informed by the five principles of inclusiveness; safe, health and protective environments; effectiveness; democratic participation; and, gender responsiveness. From these principles, and using Cambodia as an example five dimensions 2 have been developed and are generally expressed as:
1. All children can enrol (inclusiveness) 2. Effective learning (effectiveness) 3. Health, safety and child protection (safe, healthy and protective environments) 4. Gender sensitivity response (gender responsiveness) 5. Involvement of children, their families and community (democratic participation)
The analysis of three countries 3 that have both a CFS framework and an established MLE program -Cambodia, the Philippines and Nepal -demonstrates how the six dimensions described by UNICEF are addressed at the component level and as indicators, with selected examples ( Table 1) UNICEF, 2006, p.1) .
Country
Component Indicator Cambodia Promote school, family and community awareness of and responsibility for the provision of education for both girls and boys in an equitable manner.
Gender concepts in curriculum and school activities.
Philippines
Guarantee safe and protective spaces for children.
School has a policy against discrimination with regard to gender. Nepal Provision of scholarships Scholarship has been provided for 50% of girls.
CFS Dimension:
Democratic participation
Statement: Actively engaged with, and enabling of, student, family, and community participation in all aspects of school policy, management and support to children (UNICEF, 2006, p.1) .
Country Component Indicator Cambodia
To encourage community engagement in the operation of schools and the quality of education.
Provide community engagement awareness sessions, in particular at district and school levels.
Philippines
Mobilise community support for education.
School has a written plan of action and Parent-Teacher-Community Association that has elected leaders who meet regularly. Nepal Parent participation. Some parents come to school to know about their children's progress.
CFS assessment approaches
The analysis of the data shows that assessment within the CFS monitoring framework is about checking the 'bottom line' in order to see if the school is making a difference to the provision of quality education and learning. The CFS assessment process has two parts: monitoring and evaluation. CFS monitoring involves collecting information over time and analysing that information to provide feedback that will improve the program. The CFS monitoring process requires:
1. establishing indicators on processes and outcomes; 2. establishing procedures and systems to collect information on these indicators; 3. developing tools and the procedures for collecting and recording the information; 4. analysing the information; and, 5. using the information to improve program planning, performance, and, thus, outcomes (UNICEF, 2006, p. 5) .
Evaluation is the systematic and objective assessment of an ongoing program with a focus on performance against program objectives, accomplishments, progress, and outcomes (UNICEF, 2006) . The sample countries of Cambodia, the Philippines, and Nepal use checklists to determine if the CFS indicators are being met, in this case for the dimension of democratic participation (Figs. 1, 2 & 3) . These examples can be best described as summative assessment checklists.
Figure 1 CFS Checklist Cambodia (MoEYS, 2015b)
Results What your school should have or should be doing:
Indicators or activities
• Your school has a working student government.
• Your school involves students in meetings and planning sessions that concern their well-being. • Your school encourages its students to get involved in community work. • Your school has a mechanism or mechanisms such as school publication, students' bulletin board, or opinion box for pupils to express their opinions about school and community issues.
Figure 3
CFS checklist Nepal (Government of Nepal, 2010) Participation of local community in the school District 1 4 District 2 District 3 District 4 4 3 2 1 4 3 2 1 4 3 2 1 4 3 2 1 Parents participation 1 3 1 1 4 2 0 0 2 3 0 1 3 3 0 0 Cooperation and support from local bodies 0 1 4 1 1 4 0 1 2 0 2 2 0 3 2 1 Professional support from resource person to promote the child friendly school and learning environment 0 3 1 2 2 4 0 0 1 0 3 2 3 1 2 0
Discussion
I have aligned MLE principles, arguments, and focus (CARE, 2015; Lee et al., 2014; Benson, 2005; Kosonen, 2005 , Lopez, 2012 Pinnock et al., 2011) with the six CFS dimensions (UNICEF, 2006) . In this alignment, I have made a judgment to whether there is a 'fit' of the principles, arguments and focus to the CFS dimensions. This 'fit' takes into consideration what is being described by the dimension and the intent of the principle, argument and/or focus. For example, CFS dimension 1 essentially upholds the Declaration on the Rights of Indigenous Peoples, especially regarding Article 14 where children should 'have access, when possible, to an education in their own culture and provided in their own language.' The MLE principle that ethnic minority languages and culture are not lost is, therefore, in close alignment with the CFS dimension. , culturally, linguistically, socio-economically, and  regarding ability (UNICEF, 2006,p. 1) .
MLE indicators
• ethnic minority languages and culture are not lost • children have access to education in a language they understand and speak well
CFS Dimension: Effectiveness
Statement: Academically effective and relevant to children's needs for life and livelihood knowledge and skills (UNICEF, 2006,p. 1).
MLE indicators
• children develop literacy skills most easily in a familiar language leading to higher literacy rates
• children develop cognitive skills and master content material when they are taught in a familiar language providing equal opportunities to learn all subjects taught at school • transfer of linguistic and cognitive skills is facilitated • teachers are better to assess the real learning achievement instead of one based on low language proficiency • student learning can be accurately assessed when students can express themselves allowing teachers to diagnose what has been learned, what remains to be taught and which students need further assistance • students become bilingual and bi-literate and are able to understand, speak, read and write in more than one language. • education can only be effective when it is based around how children learn • most rural children's only chance of learning a second language well is to have multilingual basic education, embedded in a language they use in daily life • learning and literacy materials are locally produced in the child's first language and are informed by relevant cultural content • language assessment and testing focus on communicative skills and understanding and is conducted in the local language using adequate and culturally sensitive and linguistically appropriate measurement 
• children's confidence, self-esteem and identity are strengthened by the use of their first language, leading to increased motivation, engagement and initiative; • changes will be felt in children's more positive experience of school, and greater confidence in education
CFS Dimension: Gender responsiveness
Statement: Gender-responsive in creating environments and capacities fostering equality (UNICEF, 2006,p. 1).
MLE indicator
• first-language-based education often leads to improved access to schooling, decreased repetition and dropout, and enhanced gender equity
CFS Dimension: Democratic participation
Statement: Actively engaged with, and enabling of, student, family, and community participation in all aspects of school policy, management and support to children (UNICEF, 2006,p. 1) .
MLE indicators
• ethnic minority parents and communities are able to participate more in their children's education • are encouraged to collaborate with local community members to promote communication and learning for children • curriculum development for language learning needs to be an ongoing process that is negotiated with the community and includes their perspectives and worldviews
• there are clear policies, guidelines and budgets to support MLE efforts, and responsibility is shared with parents and the community • community participation helps to establish adequate links and bridges between what happens in a school and in the child's real world
CFS Dimension:
Program support for education system Statement : Supported by child friendly systems, policies, practices  and regulations (MoEYS, 2007) 
MLE indicators
• ethnic minority teachers are trained and receive employment as primary and early childhood development teachers • high performance in education and key languages is vital for national development • funds spent on upgrading teachers' performance is wasted if teachers cannot be understood by students; • equity in education is vital for stability and growth • MLE can be done well if it is built on ongoing education reforms and if it takes a long-term approach; • improvements are likely to be seen in significantly improved primary school attendance and retention • teachers have a good understanding of child development and childcentred teaching methods • teachers are placed in areas where they speak the same language as children • teachers' language skills recorded by teacher training institutions and ministry of education • teachers are provided with timely, relevant and a good standard of pre-service, in-service and on-going training
The rubrics approach
In addition to incorporating MLE, it is also suggested that the use of rubrics to assess CFS indicators be developed (Figure 4) . A rubric refers to a comprehensive type of rating scale for assessment:
which is a scoring guide with a set of guidelines that define and describe the important criteria of the component being assessed. Because rubrics set forth specific criteria, define precise requirements for meeting those criteria, and assign a rating to each level of performance, they provide assessors with an effective, objective method for evaluating items that do not generally lend themselves to objective assessment methods. Rubric indicators are designed to describe standards leading to an ideal state on that aspect that is being assessed (UNICEF, 2006, p. 14) Rubrics are useful when trying to assess the processes along a developmental continuum. Scoring rubrics provide at least two benefits in that they can indicate the extent to which the indicator has been reached, and they can provide feedback for improvement (Moskal, 2000) . Evidence sighted: a). School has a copy of its home/school activities plan □ b). Interview and meeting notes with parents, families and relevant school staff □ c). Other (provide details) □ Comments:
Figure 4 Example, CFS framework inclusive of MLE indicator
This evidence-referenced system gives meaning to achievement by referencing it to evidence which monitors growth or progress and measurement along a developmental continuum. Rather than just a check against summative checklist, the system describes the evidence. The evidence statement is a way of showing growth. The assessment of the CFS-MLE indicators involves professional judgment about the growth with respect to a continuum of development and is based on a collection of evidence.
The three countries in this research all have MLE policy, but only Cambodia has worked on developing a CFS framework that is inclusive of MLE. In 2017 a draft framework was produced (Frawley, 2017) but at the time of writing it has yet to be ratified.
Conclusion
This paper has identified key themes and areas for action and inclusion on MLE within CFS dimensions and has placed the context of MLE within global declarations and conventions which emphasise the right of Indigenous and ethnic minority children to an education that is provided in their first language. The paper provides a comparison of CFS indicators across three countries -Cambodia, the Philippines, and Nepal. It has also aligned MLE principles, arguments and foci with CFS dimensions. Based on the development work undertaken in Cambodia the paper suggests an approach to reflect MLE aspects within CFS indicators using an evidence-based rubric to monitor progress along a developmental continuum.
The benefits of a CFS monitoring framework that explicitly includes and addresses MLE indicators is that in MLE schools it places Indigenous languages at the centre of schooling, and not at the periphery as an 'add-on' within the education policy and practice context. Adopting a rubrics approach to assessment of the indicators within the CFS monitoring framework is beneficial in that such an approach monitors progress and measurement along a developmental continuum. This approach presents a challenge though in that it requires from a systematic quality assurance perspective 'a new type' of inspector who, based on CFS-MLE indicators can provide a 'more detailed, more, regular, more continuous, more guiding' assessment (UNICEF, 2016) . This requires appropriate and regular training in MLE, and an ongoing commitment to the primacy of Indigenous languages.
